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ABSTRACT

K–12 Education, Pedagogy and Student Achievement

by

Genevieve Johnson

Advisor: Ira Shor

The project K–12 Education, Pedagogy and Student Achievement comprises two geospatial
maps covering New York City schools with emphasis on District 2 and District 23 which explores the
success or failure of PTA fundraising which is typically successful in tightly knit and affluent communities,
but unsuccessful in low income communities. PTA fundraising can impact resourcing of schools but this
method is an impractical practice for creating additional resources in low socioeconomic communities
where poverty bears heavily upon students’ educational experiences. Charter schools are typically highly
resourced, and many of those in this study did not actively engage in PTA fundraising activities. When
charter schools are hosts to low income students, they are entitled to receive Title I funding and some
charter schools potentially enjoy additional federal funding in the form of grants. Charter schools also
receive monetary support through contributions from philanthropists and corporate entities. Exploring the
relationship of monetary resources and student achievement is the framework in which this project will
gage success and failure between these school districts as is illustrated in an additional geospatial map
that focuses on the Success Academy network to illustrate these issues.
Access to funding and revenue streams relate to concerns about student achievement across our
Nation’s schools. A close look at this issue through the lens of Achievement Scores and ELA and Math
results provides a framework in which to understand the effect of socioeconomic conditions on students
within these school districts that considers difference and similarities between traditional public and
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charter schools. Although school choice is being touted as a viable solution for improving student
achievement, not all charter schools outperform traditional public schools.
This paper offers solutions to increase students’ interests in learning that was explored within the
coursework of the Digital Humanities and Interactive Technology and Pedagogy initiatives. These
solutions are concerned with opportunities for interdisciplinary study, and values espoused by the tenets
of the Digital Humanities, including openness and collaboration in learning instead of punitive
methodologies that do not encourage students’ success. Further, because students are encouraged to
reflect upon their learning, values of DH and ITP support students’ understanding of the nature of failure,
as this concept aids student learning. These value systems are also embedded within Interactive
Technology and Pedagogy coursework which focuses on the role of pedagogical practices to support
student learning and preparedness for higher education, with interest in the exploration of how technology
could be utilized to support student learning. As school resources are a critical need, this paper will
explore whether constructivist pedagogies of DH and ITP can be supported through current income
streams available to low income communities who cannot depend on PTA Fundraising.
K-12 Student Achievement
URL: https://navyblue.carto.com/viz/8d91dd0a-2441-11e7-80ad-0ee66e2c9693/public_map
Success Academy
URL: https://navyblue.carto.com/viz/769b1c32-7f2a-11e5-bc50-0e3a376473ab/public_map
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The path of least resistance and least trouble is a mental rut already made.
It requires troublesome work to undertake the alternation of old beliefs.
‒John Dewey, The Later Works, 1925-1953

Introduction
Many tensions exist across the education landscape that stem out of unequal resourcing for all
students. When adequate resources, rich materials, and challenging discourse are absent, active minds
have fewer opportunities to critically access cultural and social topics. Under-resourced schools cannot
deliver qualitative educational experiences to the many students trapped in property-poor districts where
credentialed educators and the use of multimodal tools and technologies could help develop educational
experiences that are best suited for underprivileged students. Under-resourced schools posit a challenge
that problematizes how students experience education at the primary and secondary levels and in this
regard parents see the ideal of choice as a means to cure chronic problems of over-crowded and underresourced classrooms. These issues have persisted over many years so that charter schools are
appealing because they are presumed to be a better alternative to chronically under-resourced district
schools.
The ideal of choice posits the potential for the K-12 sector to undergo a massive shift towards
charter education as privatization and contributions of philanthropist benefit these entities over traditional
public schools so that the charter sector has presented opportunities for savvy individuals to profit through
deregulation in the education sector. This has become evident in recent years, such that author Mercedes
Schneider has described “edupreneurs” as “individuals that have no K-12 experience and who receive
financial backing from other edupreneurs of influence” (Schneider 96), to form profit based “education
companies that negate educators’ pedagogical practices but rely on their ideological beliefs to subscribe
and implement classroom practices” (Schneider 101). The danger here is that neoliberal policies have
aided the displacement of literate development through group inquiry by imposing testing regimes and
technology-based learning methods. When structured under such offerings as distance education,
technology individualizes and separates students into unitary tasks, which is the model that most
disassociates students from the benefits of scrutiny in group inquiry. This approach to education
essentially obfuscates pedagogical practices that value the teacher student relationship.
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Although technology is pervasive throughout society, economies, and systems, and is central to
all aspects of human transactions, adopting its use into classrooms requires that educators and students
understand its uses as applied to coursework so that as a tool, technologies are essential to supporting
active, inquisitive and experimental engagement amongst interdisciplinary and pluralistic endeavors. Two
curricular models, The Digital Humanities (“DH”) and Interactive Technology and Pedagogy (“ITP”)
support open access and innovation in learning. These dual approaches could provide K-12 educators
and students frameworks to utilize technologies as tools in social learning that is situated in collaborative
projects. Constructivist practices and project oriented learning that are fundamental to DH and ITP, have
the potential to lead to immersive learning experiences for K-12 students and alleviate longstanding
obstacles that inhibit the development of literacy.
There is a dire need to protect and improve interactive classroom pedagogies, particularly
because they provide critical practice and depth for students’ educational experiences. In such close
teacher-student classroom pedagogies, for instance, value is added to the school experience when
educators utilize culturally relevant pedagogies (“CRP”) that deepen levels of teacher to student and
student to student interactions, particularly when the scaffolding of topics that are culturally significant to
students is utilized to deepen and increase understanding of coursework. Author Sam Hausfather has
opined that students’ “prior knowledge can facilitate, inhibit or transform learning, as well as aid in the
development of new learning as children hold tenaciously to their prior ideas” (Hausfather 16). A view of
constructivism posits that “multiple forms of knowledge, the role of prior knowledge, and the social nature
of knowledge” (Hausfather 15) are key to theorizing how students construct knowledge. Adapting this
methodology into educators’ pedagogies, together with the values, ideals, and practices of DH and ITP,
have the potential to revitalize learning for K-12 students, as they encompass “collaborative, open, and
nonhierarchical relations” (Gold 8), that are key to aiding the development of students’ literacy, and
student achievement. Enhancing students’ interest in learning becomes attainable when education is
inclusive of how they see and experience the world, and can be contextualized through acts of social
learning. This approach to developing students’ literacy and educational equity can be supported and
explored through viable approaches to eliminate failure at the K-12 level, particularly because the
practices of DH and ITP rest on “collaboration, exploration, critical thinking and inquiry” (Gold 19), and are
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diametrically opposed to punitive processes that undergird systemic accountability practices in K-12
education. As currently practiced DH has its focus within the domain of academia yet, the introduction of
new approaches to learning such as gaming, and the use of apps and digital tools as applied by digital
humanists posits opportunities for broader application within K-12 education. These methodologies and
thought streams can aid students in developing their interests through actively researching and
contextualize their ideas in writing, which is crucial to constructing knowledge. This paper argues that it is
not the sole provision of technology that will affect literacy rates or ensure education equity, but rather
technology, together with pedagogical practices of teachers that can lead to positive outcomes for
students, given the potentials of DH and ITP to nullify the negative results of drilling and curricular
narrowing.
This thesis has chosen District 2 in New York City and District 23 in Brownsville, Brooklyn, as its
focus because they are hosts to families of various socioeconomic means. District 23 is inclusive of a
much smaller area where PTA fundraising is hindered by poverty, having a direct effect on the quality of
education throughout the District. Inadequate resources attract parents to the idea of choice for their
children as they believe charter entities will not only outperform traditional public schools but offer
superior learning experiences. By contrast, District 2 is host to higher income families which enjoy much
more success with PTA fundraising than do lower socioeconomic schools. District 2 has a special history
as the progenitor of “Balanced Literacy”, a district wide pedagogy that demanded uniformity in teaching,
that when implemented undermined educators’ autonomy and introduced punitive practices into
education, such that “questioning the rationale of this approach subjected educators to the possibility of
facing social justice” (Ravitch, The Death and Life of the Great American School System 52–53). The
force that was used to implement Balanced Literacy is an early example of mandated attempts to drive
pedagogy under austere tactics that debilitated educators’ ability to create conditions in their classrooms
to foster learning. Because the District’s ranking had improved considerably under Balanced Literacy,
corporate reformers “believed they had found a formula to raise achievement” (Ravitch, The Death and
Life of the Great American School System 50). Reformers’ approaches to fixing education often do not
address underlying causations of poverty as is evident in District 23 or segregation in both school
districts, such that parents in District 2 have recently coalesced to address the issue of segregation by
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advocating for a more inclusive admissions system (http://www.chalkbeat.org/posts/ny/2016/04/12/inmanhattans-vast-district-2-some-parents-seek-a-district-wide-integration-plan/). Districts 23 is a powerful
indicator of the effects of segregation and poverty, as the poorest areas of the District describe a
dichotomy when compared to affluent neighborhoods of District 2. For instance, The New York City
Independent Budget Office found that “the average school community income ranges from a low of
$16,441 at P.S. 150 in District 23, up to high of $168,089 at P.S. 89 in District 2’s Tribeca” (Beyond Meal
Status: A New Measure for Quantifying Poverty Levels in the City’s Schools 5), so that the ability of
higher socioeconomic families to supplement their children’s learning is an important marker for the future
academic and economic successes of these students, but is not attainable for families of lower financial
means. It is in this regard that a powerful difference in the quantity and quality of education translates
economic differences into racial ones. Students who are not advantaged by access to additional sources
of enrichment could thrive under pedagogies and the use of digital tools to assists in closing gaps that are
inherent in their communities while exploring their interests.
A crucial factor in the development of intellectual property and educational equity concerns how
students’ experience of content supports their acquisition of literacy, particularly when their cultural needs
are contextualized to current curricular requirements. Educators who practice CRP “use social
interactions to help students acquire academic success, cultural competency and critical consciousness”
(Ladson-Billings 480), which help students develop solid conceptions of self-worth. Their use of culturally
sustaining pedagogies (“CSP) dismantle notions that view the “languages, literacies, and cultural ways of
being of students and communities of color as deficiencies to be overcome” (Paris and Alim 87). There
are many rich cultural histories in which CRP could engage students in healthy dialogue, so that access
to content that is inclusive of compelling issues is crucial to their continued “development of critical
perspectives” (Ladson-Billings 469) This is a pragmatic approach to actively producing new knowledge
that is situated out of students’ community based cultural capital which can frame the learning of
traditional subject materials as relatable. Approaching learning through honoring students’ cultural
heritages, can offset the negative effects of punitive accountability practices “which are not required of
charter schools” (Dynarski 1). CSP posit that “middle class, monolingual and monocultural norms” should
not be the framework for educating black and brown students whose “heritage practices” are central to

4

their development, particularly when they are “honored and explored through literate practices” (Paris and
Alim 87, 95). In this regard, pedagogical practices that construct students’ learning experiences
qualitatively contribute to developing literacy and educational equity within communities that are beset
with economic difficulties.
It is within this context that this thesis makes several arguments: that low socioeconomic
conditions impede parents’ efforts to contribute to PTA fundraising to support budgetary needs; that
punitive practices of standardized learning disenfranchise students from developing educational equity;
and that the proliferation of charter schools in minority communities are not a definitive cure for increasing
student achievement. Further, this thesis also argues that when educators couch their disciplined
pedagogical practices through constructivism and interdisciplinary learning, and honor students’ prior
knowledge as an important foundational aspect to support new learning, “communities of practice can
develop out of an ethos that rest on students’ active participation in coursework that takes up “multiliteracy” (Hausfather 16) through interdisciplinary approaches to learning. This is an argument against
current practices that posits that standardized learning and rote memorization methodologies are best
suited for the education of K-12 students in minority communities. Addressing these critical issues
pragmatically with a view towards reinforcing opportunities to explore content across subject areas,
including pertaining to culture, is crucial to reframing narratives of underachievement and outcomes of
low income and minority students as under-educated adults. Establishing pragmatic approaches to
developing literacy and intellectual property that are inclusive of culturally relevant and sustaining
pedagogies is needed to disentangle and reinterpret students’ educational experiences. My advocacy for
constructivist practices in K-12 classrooms, combined with contemporary literary works, stems from the
ideal of revamping educational experiences. Reframing curricula to access rich content, allowing for
debate, and engaging social learning that is inclusive of students’ “experiences, ideas and prior
knowledge through a minds on approach” (Hausfather 18), is essential to increasing students’
engagement and ostensibly can encourage reflection of content, which can enhance students’ intellectual
property.
These topics are taken up through the lens of student achievement and school funding
throughout New York City, including through Title I funding, and PTA Fundraising. Because charter
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networks are deemed to be an adequate response to underperforming public schools, The Success
Academy Network is explored to demonstrate how charter schools are funded including through public
means and through private philanthropy. These topics are visualized by way of geospatial maps because
they are spatial representations of physical addresses that illustrate data at specific locations, allowing
viewers to consume datasets based on longitude and latitude coordinates. In this case, student
achievement and monetary concerns related to resourcing, describe the centrality of affluence and
poverty, in terms of success and failure, and contextualize conditions inherent in students’ school
experiences, so that digitizing data related to education through geospatial mapping inform the conditions
in which students become affected by social and monetary stigmas.
The use of geospatial maps can encourage discussions of Student Achievement because they
describe how social constructs such as race, segregation and socioeconomic status affects the quantity
and quality of the education experience. Constructed through computational analysis, such media databased sources like “The Upshot” 1 illustrates the subject of Student Achievement through the lens of
wealth, racism and class (https://www.nytimes.com/interactive/2016/04/29/upshot/money-race-andsuccess-how-your-school-district-compares.html?_r=0). This work reveals the gap in Student
Achievement between white and black students stemming from socioeconomic status, and reveals issues
that can be overlooked such that affluent black students may still lag behind their white peers” (Cox et al.)
This crucial work uses data from states and the National Assessment of Educational Progress and does
not seek “to rank the quality of districts or schools to target their teachers, but to access other factors in
children’s lives such as their home environment, traumas or such other factors including whether they
attended good quality schools” (Cox et al.) such that the scope of this data visualization objectifies salient
aspects of students’ lives that have the potential to affect their school experiences. The data for the
geospatial maps for this capstone project regarding student achievement and standardized testing was
derived from Progress Reports from the New York City Department of Education, as assessed in relation
to Common Core State Standards, and to students’ performance on coursework. Although narrower in

The Upshot is The New York Times’ online “data driven blog with a focus towards politics, policy and
economic analysis.”
1
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scope than The Upshot’s data visualization which covers the Nation, this study also seeks to determine
how factors of race and socioeconomic status affect student learning.
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“The teacher is of course an artist but being an artist does not mean that he or
she can make the profile, can shape the students. What the educator does in
teaching is to make it possible for the students to become themselves”.
‒Paulo Freire, We Make the Road by Walking: Conversations on Education
and Social Change

Historical Background
Parents and educators in low-income communities have a long history of concern related to the
quality of education children receive in under-resourced and racially zoned public schools, so that
citywide strikes occurred in New York during 1968 which exploded out of an activist nucleus in
Brownsville, Brooklyn. Fueled by a demand for autonomy, community activists took a stance against the
United Federation of Teachers’ (“UFT”) support of white teachers who were concerned with job protection
and due process, over the desire of parents of minority students who sought control of schools. This
schism originated out of several politically and socially charged frameworks, related to parents’ desire to
achieve school integration and community control, and the UFT’s goal to maintain complete control over
staffing, job tenure, work rules, and classroom practices in all City school districts. According to noted
education author Herbert Kohl, through his work with the Parent Planning Board at I.S. 201, “many of the
teachers at I.S. 201 were cynical and racist toward their students, such that students were not reading or
doing math exercises” (Kohl 429). The conditions that created the desire for community control originated
out of longstanding racial constructs that failed to deliver quality education to minority communities,
including through the choice of school leadership. In this instance, parents had been promised an
integrated school but were highly disappointed when integration at I.S. 201 was realized at 50% black,
50% Puerto Rican and a white principal. These factors, together with inadequately resourced schools,
caused contention between parents and central boards that were also opposed by some educators, and
many parents (Kohl 429). Hostilities grew out of racist ideologies that insisted that black and brown
students “needed to learn middle class values, rather than the study of their cultural norms which were
perceived as deficit cultural poverty” (Opler et al. 4), which evidenced the racist practices of some
educators. According to Associate Professor of History Jerald Podair, recommendations in the 1966
report Equality of Educational Opportunity situated low student achievement in accordance with the
culture of poverty theory that positioned black culture as “rejections of, or indifference to dominant values,
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so that children needed to be acclimated to the values of the larger white middle class” (Podair 55).
Issues of racism matter because this segregated community came to exemplify dichotomies of difference
related to social class inequality, and poverty, that according to Professor of Environmental History,
Philosophy, and Ethics Carolyn Merchant, were supported through restrictive zoning 2 that bound up
minorities into racialized communities. The salient point of zoning was to effectively segregate
communities such that zoning became an effective districting exclusionary mechanism, not only in New
York City but in minority communities across the country. Although the practice of zoning is “commonly
controlled by local governments to designate legal areas in a municipality to permit and prohibit land
uses” (“Zoning”), in 1968, there were many devices implemented to restrain individuals from enjoying the
use of land including through “restrictive covenants, racial steering, blockbusting, redlining, and
discriminatory lending” (Taylor Figure 7.1). These measures supported segregation and evinced a
normalcy of substandard conditions so that minority children were and continue to be siloed into negative
ethos’ in learning that normalizes their educational experiences to include tracking practices, drilling
exercises, detentions and expulsions, which situated these communities as centers for
underachievement.
Researchers Bowman, Barnett, Johnson and Reeve correlated the relationship between
underachievement and under-resourcing in their study concerning language impairment and academic
deficiencies, citing the research of Kagan who opined that “inner city communities are often
impoverished” (Bowman et al. 217). These experiences describe a reality that separates lower income
minority students from qualitative educational experiences that are generally available to higher
socioeconomic students. Data culled by the National Center for Education Statistics in a U.S. Department
of Education study in 2005, posit that “69% of fourth graders were below proficiency in reading, 68% were
below proficiency in mathematics, and 72% were below proficiency in writing” (Bowman et al. 216). The
realities of minimal incomes often do not allow low socioeconomic families to lend support to activities
outside of normal budgetary needs, as do their more affluent counterparts. The reality of poverty

2

In Shades of Darkness: Race and Environmental History, Carolyn Merchant asserts that after the Civil
War cities began constructing themselves by increased racial divisions that were organized through
zoning which occurred simultaneously with the enactment of Jim Crow laws.
http://envhis.oxfordjournals.org/cgi/doi/10.2307/3986200, p385.
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essentially reifies obstacles in learning, as it adversely impacts the provisioning of qualitative experiences
via a lack of “access to financial capital that is needed for physical resources, and to human capital that
provides support for cognitive environments to aid learning” (Coleman S109). The impact of racial
constructs on education is demonstrably apparent when the incomes and earnings of lower
socioeconomic families in minority communities are not sufficient to meet their child’s needs. These
factors positioned student learning to be impacted by racial strife and a continued stratification of minority
students and their parents, which led to the UFT teachers strike in 1968, leaving schools under the
control of the state which took over districts, but did not provide additional resources beyond Federal Title
I funding. Taken in context with future initiatives that were adopted as the Nation’s educational standards
three decades later, students of minority communities remain similarly disadvantaged as punitive
accountability measures and under-resourced schools disenfranchise them from acquiring increased
levels of achievement, by diminishing the quality and quantity of learning across broad subject areas.
Under the Bush Administration’s No Child Left Behind (“NCLB”) and the Obama Administration’s
Race to the Top (“RTTT”), there emerged a neoliberal suite of bipartisan school policies based on the
notion that “schools would improve if they were forced to compete, and that merit pay would motivate
educators to reduce under-achievement. This approach to reframing education was supported by the
practice of utilizing uncredentialled teachers because privatizers devalued the role of seasoned educators
under the notion that educators work did not raise test scores” (Ravitch, Reign of Error 17–18). These
federal programs which were funded by foundation grants paved the way for privatization and charter
programs in school districts. Because pedagogical practices became test-centered and tech oriented, this
diminutive and restrictive approach to learning created a disservice to curricula as student-centered
interactive projects which are at the heart of the development of literacy became void in K-12 classrooms.
The Standards
Standardized policy directives have their roots in the most widely read federal report on education
ever issued by the White House. A Nation at Risk: The Imperative for Education, was authored by a
Commission formed by then Secretary of Education, Terrel H. Bell, and David Pierpont Gardner, the
President of the University of Utah, was issued in April 1983. The National Commission on Excellence in
Education which formally issued the report consisted of college presidents and principals of schools of
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lower and higher education, and heads of industry. A Nation at Risk sounded a warning based on the
American dream of opportunity and upward mobility upon which so much of national discourse rests,
declaring “part of what is at risk is the promise first made on this continent: “All, regardless of race or
class or economic status, are entitled to a fair chance and to the tools for developing their individual
powers of mind and spirit to the utmost” (A Nation at Risk 115). The Commission’s report was meant to
situate education so that all students had access to “excellence in education, and admonished against the
inequitable treatment of diverse populations, by arguing that equity and quality are essential and crucial
values to our economy and society” (A Nation at Risk 117). A Nation at Risk made plain its finding of
public school failure, particularly at the high school level, by giving credence to this narrative even though
the evidence for public school failure and declining achievement was weak so that future standardization
initiatives of NCLB and RTTT would be supported based on the conclusions of the report. These
initiatives were largely responsible for the degrading of public schools through standardization and
technologized curriculums and lead to the aggressive public funding of privatized charter schools which
are concrete manifestations of neoliberal ideologies, that were ascendant since 1980. As the narrative of
failure in public schools took hold, the demand for school choice justified the growth of charter entities,
representing a challenge to traditional public schools. The Common Core State Standards, funded by the
Gates Foundation and imposed by the Obama Administration and Secretary of Education Arne Duncan,
became a provocateur as the quantity and quality of education for K-12 students declined through
curriculum narrowing methodologies. Despite the official promotion of these policies with enormous public
and private funding, parents and educators assessed the impact of No Child Left Behind (“NCLB”) that
was implemented in 2001, and Race to the Top (“RTTT”) in 2009 as punitive.
At their formation, NCLB and RTTT failed to rely on seasoned educators for their wise and
pragmatic insights regarding student learning. A Nation at Risk called for more required traditional
courses at the high school level, but did not target grades 3-8 as would NCLB, RTTT, and CCSS. At the
time of its publication in 1983, the reading level of black students posited a 32-point gap between their
white peers that decreased in 1988 to a 29-point gap and hovered in this range until 1999 where black
reading scores began an upward trajectory (NAEP 2012 Trends in Academic Progress 16). Hispanic
reading achievement levels took on similar characteristics, but its scale score was higher than black
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students in 1999, with a 28-point gap with white students (NAEP 2012 Trends in Academic Progress 16).
The math scores for black students posits a consistent upward trajectory from 1983 through 1990 that is
in direct contrast to the narrative of unrelenting failure in urban communities that was put forth in A Nation
at Risk.
The Commission’s strong and urgent caution likened the state of education to war and warned
that without new approaches to education parts of society would become technologically disadvantaged
because of inept skillsets, so that unpreparedness to compete would situate minority students as
marginalized others. The Commission argued that this outcome could be avoided by supporting its
greatest resource, given the tools on hand such as utilizing pedagogy to engage and encourage students’
interests in learning, by providing support for “individual learners’ education experiences, so that students
perform on the boundary of their ability in ways that test and push back personal limits” (A Nation at Risk
117). This recommendation came out of concern that the Nation would essentially lose its ranking as a
leader in the education of students. The Commission’s report emphasized the need for competency to
work with new technologies, and called for a revitalization of curriculum so that students experienced
essential information, and argued with a focus towards high school students that “studies of science and
technology must be constructed with knowledge of the humanities if they are to embody creative and
humane ideals, just as the humanities must be informed by science and technology” (A Nation at Risk
116). The Commission believed high school students should be exposed to a broad selection of core
classes, which posits a salient point that could be adopted with the implementation of constructivism in K12 classrooms, mainly that interdisciplinary methodologies aided by technology as a tool for learning,
together with educators’ pedagogical practices to guide and encourage student interests in learning,
achievement gaps, and illiteracy would occur at much lower rates. NCLB and RTTT can be differentiated
to A Nation at Risk because it called for “improvement of teaching and learning including a mix of
curricular encompassing English, history, geography, economics and foreign languages. Curriculum
narrowing was instituted through a narrow focus on reading and math in NCLB, RTTT, and CCSS.
The federal initiatives NCLB and RTTT did not alleviate concerns related to literacy but were
constructed based on the Commission’s call for reform. Built on neoliberal ideals, NCLB and RTTT
created a demand for deregulation and privatization in the education sector, negating the Commissions
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call for reframing and revitalizing curriculum to engage students’ interest across subjects, which would
have been plausible under community control that was causal during the 1968 strike. During the ensuing
decades, policies have not been established to ensure that quality and qualitative educations would be
undergirded by access to content and interdisciplinary study, or that students in lower socioeconomic and
minority communities, would have access to pedagogical practices that support their growth. Instead, with
a goal of increasing student achievement, standardization has ushered in an era of choice bolstered by
an argument that traditional public schools have failed to evidence student achievement, paving the way
for neoliberals to support and encourage the growth of charter networks.
Standardized accountability measures have produced classroom methodologies that have
become increasingly more stringent since their inception in 1965 under The Elementary and Secondary
Education Act (“ESEA”), and with each new Iteration. In 1991-1992 the Department of Education
supported national standards that included a broad range of subjects including history, civics, economics,
the arts, geography and foreign languages. It is regrettable that Lynne Cheney, the sitting Chairperson of
the National Endowment for the Humanities, voiced concerns that caused a national political firestorm
and backlash in the fall of 1994, claiming “history standards that had not yet been released were
politically biased so that the call for national standards covering broad subject areas was defeated in
1995” (Ravitch, The Death and Life of the Great American School System 16, 20). Not only did these
events undermine efforts to teach history from a social perspective inclusive of race, class, and gender,
but they occurred simultaneously to the development of charter schools. Events of 1994 reflect concerns
in education today, as it was the year that “Congress established a program to award federal dollars to
spur the development of charter schools” (Ravitch, The Death and Life of the Great American School
System 125), effectively supporting the growth of public/private networks.
The Goals 2000 Educate America Act which passed in 1994 provided federal funding to states to
write their own standards, to improve school quality. This initiative, like its successors NCLB (2002),
emphasized accountability and school choice under an objective of 100% proficiency. RTTT (2009)
posited a more stringent goal, that “the U.S. would be the world leader by 2020 in the production of
college graduates,” introducing competition amongst states for federal funds as well as the Common Core
State Standards. These initiatives utilized the Commission’s recommendations in their formation which
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stemmed out of its insistence on uniform curricular standards across the Nation’s high schools based on
its view that public high schools had failed. Although A Nation at Risk did not propose privatization and
charter schools, it gave credence to and fueled the future standardization initiatives of NCLB, RTTT and
CCSS, because their objectives were largely based on student achievement and were constructed so that
the original intent of the defeated 1995 National Standards have not been met, making the absence of
content a salient issue affecting how students experience education today. Given this climate of targeted
high proficiency, administrators structured classroom practices to meet the demands of NCLB even
though the temerity of the 100% goal was unequally hinged to weak curriculum structures. The high
stakes nature of testing that was introduced into education under NCLB contributed to levels of stress in
classrooms that worked against student proficiency and overemphasized preparation for test taking rather
than contextual learning. NCLB essentially began the era of school deregulation that made it possible for
reformers, privatizers, and entrepreneurs to reap monetary benefits through “the formation of education
companies” (Schneider 21), producing an ideal of school choice into mainstream education that
challenged traditional district schools through competition. Perceived as failing, under-resourced
traditional schools have become hard pressed to compete with charter schools who are sometimes well
funded through private entities. The fact that some charter schools do not outperform traditional public
schools on standardized tests, makes it reasonable to argue that although they may be better resourced,
their students may also not gain educational equity or intellectual property.
By the time RTTT was introduced in 2009, schools had already become indoctrinated with
cultures of high stakes accountability testing and were ripe for reformers, privatizers and entrepreneurs to
substantially change the landscape of education. RTTT became the first initiative to distance financial
equity away from states although financial support continued to be received through city, state, and Title I
funding. States competed for federal aid to win stimulus dollars and governors were in the undesirable
position of having to commit to meeting specific criteria that included implementing into citywide district
schools the as of yet unstructured Common Core State Standards (“CCSS”). This initiative posits that
punitive measures would affect educators and students alike, as curricular narrowing, tracking, teacher
firings and the closing of schools became normative, paving the way for school choice. These imperatives
cemented standardized learning as high stakes because they were not created to contribute to students’
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literacy, but rather to situate students and educators in data driven testing environments that claimed to
prepare students for college and career readiness. RTTT did not reframe undesirable aspects of NCLB
and like its predecessor, did not support curriculum building or autonomy for educators’ pedagogical
practices. Instead, RTTT exacerbated high stakes methodologies in classrooms. The punitive
requirements of measuring student progress based on reading and math achievement scores, separated
students from experiencing opportunities to absorb knowledge through access to content across subjects,
and diminished opportunities for students to explore their natural capacities for curiosity and reflection of
text that is the hallmark of critical thinking needed to absorb knowledge on deep levels. This paper
advocates for the construction of learning experiences that protect students’ acquisition of literacy and
their education equity, regardless of socioeconomic status or location. Accessibility to content without
time restraints must become normative for the success of all students. To achieve this, it is necessary to
reframe students’ classroom experiences through introducing constructivist and purposeful approaches to
learning that include openness and collaboration in trust filled circular relationships between students and
with their teachers.
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Environmental Scan
PTA Fundraising and Student Achievement

Fig. 1: Map of New York City Public and Charter Schools
“K-12 Education, Pedagogy and Student Achievement” is a representation of hard data that
describes PTA fundraising, Title I funding, and student achievement in school District 2 and District 23.
Communities are differentiated through their ability to engage fundraising activities that typically benefit
students of upper income families but are not pragmatic in lower income communities. The realities of
poverty in low income communities that desperately need additional resources, are often thwarted and
made impractical by virtue of an economic difference of circumstance between affluent and lower income
school communities. Educators A. Wade Boykin and Pedro Noguera, posed a critical concern in their
research related to “health, housing and income that minority students are compelled to play catch-up
with their affluent white peers” (Noguera 14), regardless of whether they are afforded comparable
resources, describing a level of structural racism that under grids the education of low socioeconomic
students. There are outliers in District 2 where student achievement is highly successful, however these
areas either tend to be highly affluent, or represent schools with excellent pedagogical practices and
whose PTA fundraising activities suggests that parents are highly involved and connected to their
children’s schools. The upper east and west corridors of District 2 receive minimal amounts of Title I
funding (suggesting their higher socioeconomic status), so that fundraising activities were not necessary
to adequately fund their schools. Only one of these schools, “PS 198 Isador E. Strauss reported in the
2013-14 school year hosting 53.7% Black and Hispanic students. All other schools in these corridors
hosted less than 15.6% Black and Hispanic students” (School Quality Reports – School Accountability
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Tools – New York City Department of Education).” PS 198 Isador E. Strauss and PS 77 Lower Lab are
co-located schools that are categorized as gifted. PS 77 Lower Lab is a stellar performer while PS 198
Isador E. Strauss performed much less favorably during the 2013-14 school year so that the achievement
gap between these collocated schools is troubling. The geospatial map is a great tool for visualizing how
school entities perform and whether their students overcome the extra burden of poverty. Although the
parents of affluent communities could utilize private schools to educate their children, they sometimes opt
to send their children to the local public school which is less likely to be burdened with monetary issues
and has active PTA organizations. Not surprisingly, students of affluent communities are well prepared to
meet expectations of meritocracy that are less assured for minority students, due to the constructs of
structural racism that segregates their experiences in impoverished inner city communities. PS 124 Yung
Wing and PS 130 Hernando de Soto in Lower Manhattan are outliers as these communities are neither
affluent or impoverished. Yet, as recipients of Title I dollars, their successful PTA fundraising campaigns
suggests they are close knit communities that may very well receive the support of local businesses and
merchant associations as PS 124 Yung Wing’s successful funding raising events netted comparable
amounts to the dollars it received in Title I funds. The fortitude of these communities is further evidence
that the levels of achievement at each of these schools is competitive with schools in the upper east side
of Manhattan. Appendix A illustrates the notion that schools can under-achieve even though they receive
Title I funding and have relatively successful fundraising campaigns as occurred at Yorkville Community
School. It is also plausible that schools can be relatively self-sufficient as is the case at PS 6 Lillie D.
Blake which did not receive Title I funding but hosted largely successful fundraising campaigns. PS 11
William T. Harris and Battery Park City received minimal amounts of Title I funding so that they were
compelled to host fundraising activities. However, neither of these schools are stellar performers which
support the argument that although parents should raise needed resources when they are able to do so, it
is pedagogy that provides the means for students to engage learning. When pedagogy is restricted
through punitive methodologies students are ill-affected because their opportunities to gain educational
equity dwindle as they reach maturity. Appendix B provides a stark contrast as District 23 is highly funded
via Title I dollars, indicating the presence of poverty, which is evidenced by lackluster PTA fundraising
results and dismal student achievement throughout the District. One could only conclude that these
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students are not gaining crucial skillsets to meet the demands of higher education or to enter job markets,
nor are they being prepared to undertake civic responsibility.
Educators Duncan-Andrade and Morrell argue that schools are largely responsible for the
success or failure of students because a “de facto socio-economic sorting mechanism is inherent through
inequitable conditions that determine, the economic futures” (Duncan-Andrade and Morrell 2) of young
minority students. I argue that education must be restructured to disentangle ideals of meritocracy so that
minority students can compete without being bounded by inferior levels of literacy. Students of affluent
communities enjoy ongoing critical practice and benefit from subsequent higher levels of education equity
and potential advancement into higher education. Although all students should have opportunities to
pursue and continue higher education, the concern is that for those who do not, unless they receive job
training, their career and employment options become limited. It is also true that for this group, outcomes
could mean that they will remain at the lower rungs of social and financial economies as argued by
Political Economist and Associate Professor Gordon Lafer, “there is little evidence that adult skills training
alone will have a strong impact on poverty rates or income inequality” (Stanley 722). Given additional
hardships that can be untenable, young students who struggle with additional burdens caused by poverty
could find it more challenging to meet the imperatives of obtaining a solid education.
Homelessness
Many students within school District 2 and District 23 carry the burden of homelessness which
creates a disparate stress in their daily reality that is not a consequence for students who do not
experience homelessness. Many families struggle when they are financially burdened yet they often stay
within their homes with their families intact, rather than being forced to rely on assistance for food and
shelter as do families who are homeless. According to the Institute for Children, Poverty and
Homelessness, “citywide, 82,000 students attending New York City Public Schools were homeless in the
2014-15 school year, and one out of eight students had experienced homelessness at some point
between the school year 2010-11 and 2014-15” (Institute for Children, Poverty & Homelessness). The
chart at Appendix C, sets forth statistical information related to the struggles of homeless students,
including absenteeism, and suspension and dropout rates throughout the City. Although District 23
represents fewer students in a much smaller area than District 2, just over half of homeless students are
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chronically absent, compared to one-third of homeless students in District 2. The suspension rates in both
Districts are comparable but one quarter of homeless students in District 23 have dropped out during the
2014-15 school year and only 32.8% graduated compared to 57.0% in District 2. The differences are also
evident in the math scores between both districts as 47.4% of District 2 homeless students passed math
compared to 9.4% in District 23. Both school districts returned low scores in English Language Arts as
29.2% of District 2 students passed ELA test while 8.3% of District 23 students are proficient in ELA, so
that the presence of poverty, experienced through homelessness, is formidable. The 2015 poverty
guideline for one individual is $13,550 and for a family of four the poverty guideline is $27,890” 3. These
figures posit that large numbers of low-income students within both school districts could be potentially
trapped into cycles of dependency and failure. Addressing the failure to adequately address the role of
educating impoverished students is imperative, particularly when issues of survival are too stringent to
overcome because it is at these junctures that futures may be lost. The inability of all students to fully
partake in education portends the potential for becoming a dropout, which forebodes jeopardy to their
futures. Unfortunately, rather than establishing resource and pedagogical rich communities, incarceration
picks up the slack when education fails, demonstrating the role of failed educations in feeding the school
to prison pipeline.
The School to Prison Pipeline
Young students in urban areas who do not have support systems, can inadvertently find
themselves on trajectories to incarceration, not only because zero tolerance ideologies permeate urban
school landscapes, but according to Educator Garrett Albert Duncan, “public schools prepare students of
color to accept subordinate roles within the socioeconomic system so that they fill the jobs that remain
after full white employment” (Duncan 35). Duncan advanced this argument through positing an
interrelation between the “the service industry, popular culture and information media and public school
curricular, arguing that these domains construct urban students as superfluous populations for whom
society deems prison as a natural and reasonable option” (Duncan 36) Duncan argued that young black
students become deemed in society as “undesirable” particularly when they are not trained to compete
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within the demands of job markets given increases in the sophistication of technologies, and most
assiduously, because “popular culture conceives them as violent, lazy and incompetent” (Duncan 40).
Under these negative belief systems, it can be perceived that urban pedagogies structure learning
practices that reify minimalist approaches to learning that incorporate such austere practices such as
curriculum narrowing. Therefore, racial stratagems work against the interests of minority students so that
they are unprepared to take on the demands of technologies in a global economy, as was forewarned in
A Nation at Risk. In his writing, Duncan illustrates how the undereducation of minority communities via
urban pedagogies contributes to their unemployment, creating a surplus black workforce and an inherent
danger. Urban pedagogies do not foster critical thinking skills or situate minority students to create
economic opportunities in markets that were constructed to exclude them from participating as
contributors. Yet, under current methodologies, minority students are prepared for menial employment, or
their services are appropriated in the prison industrial complex. Thus, racist paradigms will essentially
force undereducated black students into state dependency, as the intent of urban pedagogies reify racial
conceptual frameworks for minority students as society’s underclass.
Rather than supporting prison industries with black and brown bodies, this paper argues that
because prison is a dangerous reinforcement of racial subordination, community disempowerment,
tension, and divisiveness, it is essential that minority communities have access to pedagogical practices
that reframes K-12 education, as deep learning in which it is normative that literacy, educational equity,
and intellectual property becomes synonymous with K-12 education in disenfranchised communities.
Consider the fact that “it becomes more likely than not that two-thirds of black male high school dropouts
will become incarcerated rather than complete higher educations” (Hagan and Foster 259–260). There is
a dire need to reconstruct education in minority communities not only because these students are not
situated to compete through the lens of meritocracy, but also because their ability to engage technologies
must become a realistic and solid avenue to remain viable contributors throughout societies. In this
regard, DH and ITP are well situated to reframe urban pedagogies to practices that support students’
ongoing active curiosity through the exploration of data in relation to their social and cultural interests.
Student learning can become informed using technologies and digital tools, and appropriately scaffolded
across interdisciplinary areas to create ethos of ongoing discourse, through constructivist experiences. It
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is unconscionable that the hopes and dreams of uneducated young black males are being fractured and
shattered as they experience undesirable outcomes as wards of the state. Arguably, the dollars that are
being poured into prison systems could be used to support under resourced schools, or to fund activities
that support learned knowledge, yet “it is alarming that correction budgets received funding at a much
higher rate (127%) than was provided for higher education (21%), making the 45th senatorial district in
New York a populace of 14,000 prisoners all of whom are counted as residents of that district” (Marable
59, 61). According to Professor of Sociology and Public Policy Devah Pager, the proliferation of prisons
within our society has essentially become normalized and underscores the urgency to address the
prevalent nature of the crises, as under-resourced schools are not positioned to fill gaps presented by
poverty, absentee parents, and homelessness. Homeless students and low income communities at large
struggle to meet the imperatives of achievement within normalized systems, rather than becoming
victimized and objectified by trajectories that work against their interest, to posit outcomes of
“incarceration, marking, and negative credentialing” (Pager 32) that essentially position them on the
margins of society. Given these constructs, a moral imperative and crucial need exists for students to
become fully literate, and supported through adequate resources, and pedagogies that reframe how
education is experienced. Failure to do so posits their continued stratification into social outcasts and
semiliterate others.
Charter Schools
In 1988, Assistant Professor and Dr. Ray Budde authored Education by Charter: Restructuring
School Districts, putting forward an ideal that “educators could create a charter school directly through
their local school board” (Budde 518), essentially eliminating administrative oversight at the school level.
At the time, Albert Shanker President of the American Federation of Teachers, also believed that because
students were not reaching education goals, charter schools could provide the autonomy teachers
needed to practice innovative pedagogy. However, having witnessed the corporate takeover of charter
schools by corporations, and the establishment of new education businesses that became possible
through privatization, by 1993, Albert Shanker was no longer a believer of charter schools” (Ravitch, The
Death and Life of the Great American School System 123) as his original idea of autonomy for educators
became truncated by deregulation and privatization. Marketed as the answer to failing public schools,
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charter schools appealed to many frustrated and concerned minority parents who believe their children
will be exposed to qualitative experiences that are not available at under-resourced, traditional schools
where educators may not be credentialed. Parents mistakenly believe that education by private school
will turn their child into a high achiever, not realizing that “score differences arise because higherperforming students select into private schools” (Dynarski 3), as the demand for charter education
increases even though achievement levels do not justify the demand. According to David W. Hornbeck,
who served as Philadelphia School Superintendent from 1976 to 1988 whose initial interest in charter
schools was motivated by the promise of “educational opportunity for 215,000 students, charter schools
represent a change of governance” (Hornbeck 1). Hornbeck reassessed his initial support based on their
“mixed academic results and evidence that they perform no better than public schools” (Hornbeck 1). Yet
the autonomy enjoyed at charter schools extends to their utilization of non-credentialed teachers, as they
are deregulated. In Take Your Money and Run, author and educator Emily Kaplan describes a reality that
minority students still experience through inequitable practices, drawing a contrast to suburban charters
that are accountable to the parents so that their active engagement creates a valued partnership with
charter administrators and educators. Kaplan describes the influence of suburban parents over charters
such that “suburban charter entities must win the approval of parents” (Kaplan), in devising how their
children are educated, differentiating the suburban and urban charter school experiences. Notions of
autonomy that support high caliber learning in urban charter schools have been debunked, although
charter operators are granted autonomy in exchange for meeting goals of student achievement,
autonomous practices in urban minority communities do not produce value between parents, students
and educators as zero tolerance policies dictate how administrators and educators yield power over
students and parents, particularly through “parent contracts that require parental participation” (Buckley
and Schneider 270). These contracts construct a power relationship where parental involvement at some
charter schools is often “as unidirectional as it is punitive such that if students and parents do not comply
with strict disciplines the relationship ends” (Kaplan). The demands for autonomy during the strikes of
1968 opposed racist practices that are a concrete reality in urban school landscapes such that student
behaviors and parental responses are constrained through fear tactics. In The Insufficiency of Policy
Reform: New Research, New Reforms, Same Old Problems, Professor of Law, Derek W. Black,
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describes the responses of white educators who see “multiple behavior infractions as patterns that would
lead to troubled futures, so that African Americans are 18% of the national preschool enrollment with 42%
experiencing suspension once a year and 48% experience suspension multiple times in a year” (Black
80–81). These practices have been visited on children as young as five years old such that “California
issued a prohibition on suspending students in the third grade” (Black 86), effectively laying the
framework in which children are introduced to notions of low expectations and inferiority that can lead to
criminalization.
Charter entities have real opportunities for creating gold standards in learning because they are
well funded, and autonomous, yet many of these rapidly growing entities reify policies that weed out
students who fail to meet criteria suitable for boot camp training through “no excuse drilling” (Cobham)
methodologies. The issue at heart is the fact that parents and many leaders in black communities want
the same opportunities evidenced through extra resources and autonomy that charter schools offer
suburban parents, but racist paradigms construct segregated charter entities that not only “draw money
out of traditional public schools” (Frankenberg and Siegel-Hawley 130) through the use of vouchers and
subsequent loss of Title I dollars, but also work against parental desires of equity for their children,
through punitive practices including expulsion. Under these practices, traditional public schools will
essentially house those students whom charter entities deem are undesirable, including English language
learners who do not meet achievement requirements. In fact, according to Moody’s Investors Service,
charter entities pose an economic threat to public schools because their “credit ratings are affected
particularly when they are in economically distressed communities” (Hornbeck 1). These practices will
eventually pave the wave for the dismantling of traditional public schools as illustrated in a speech by
Educator John Kuhn to the Association of Texas Professional Educators where he made plain that “we
have a social inequality problem that politicians and privatizers dress up as an educational problem that
has one goal: to justify the need for vouchers and the dismantling of public education as a state
responsibility” (Kuhn), which will support self-interests articulated by the actions of neoliberals and
privatizers, that will restructure education to fit ideals that are based on monetary greed. Yet charter
schools do not predominantly outperform traditional public schools, but “a study of the voucher program in
Louisiana found very negative results in both reading and math so that children who started the voucher
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program at the 50th percentile in math dropped to the 26th percentile in a single year and a comparable
study in Indiana, showed no improvement in reading” (Kuhn). The push toward choice is appealing to
parents’ “hot cognition and motivated reasoning that are entrenched opinions” (Buckley and Schneider
274), in this case, related to notions of charter school superiority, that is undeliverable hype because
charter schools and their benefactors practice false ideologies of how best to educate minority students.
Charter schools are often organized as non-profit organizations that hold assets, receive grants and earn
revenue. Currently, there are seven charter schools located in District 23. Brooklyn Ascend and Central
Brooklyn Ascend are part of the same charter school network and are co-located. Likewise, Ocean Hill
Collegiate a middle school hosting grades 5-10, shares facilities, staff and resources with Leadership
Prep Bedford Stuyvesant and high school students of Brooklyn East Collegiate which are affiliates of the
Uncommon Preparatory Charter network. Charter schools in District 23 are entitled to receive Title I funds
because they are essentially comprised of low-income students. In addition to this funding stream, it was
expected that “Achievement First Inc, a Connecticut entity, and Success Academy Charter Schools Inc., a
New York entity received federal grants in the amount of $3,226,599 and $3,794,396, respectively to
assist in their replication and expansion plans” (U.S. Department of Education Contributes to an
Improving Charter Schools Sector | U.S. Department of Education). In addition to these income streams,
charter schools also receive contributions from private sources as indicated in their financial statements.
The ideal of charter schools has become highly appealing such that their student achievement
rates have not been subject to the level of public scrutiny that has been leveled at public schools. A
recent study of California charters found that they “often under-perform traditional public schools in areas
that were home to public schools who were performing better, causing an overabundance of class rooms,
while enjoying the purchase of assets with public funds to the tune of $2.5 billion” (In the Public Interest
4). Although not all charter schools have their focus on profit centered activities, their proliferation and
accumulation of assets can be troubling. The report discussed the practice in Detroit of enticing students
with gifts to join charter schools as “a fight for limited public dollars, such that policymakers are being
asked to determine how much charter growth is too much” (In the Public Interest 19). The greed factor is
not limited to California or Detroit, as it can be found in cities across the country. Closer to home, “a New
York audit found one charter school had leased its building in a way that netted millions of dollars for a
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New Jersey company with ties to Turkey” (McGahan). There are many examples that similarly describe
greed under the umbrella of deregulated charter schools, such that this is a critical juncture in which
pedagogy in K-12 learning must become the focus if the objective is to educate children. Scrutiny of
student achievement must be centered at charter entities if they are to become the model in which
literacy and education equity are certain to be achieved.
Achievement scores between District 2 and District 23 are contrasted within the geospatial map
revealing consistent levels of disappointing results in District 23 and elsewhere throughout the City. Only
one charter school in the district, Leadership Prep Ocean Hill, had increasing numbers of students
scoring at the Level 4 category from 2013 through 2016 in the Math portion of the Common Core test.
The school underperformed on the ELA exam with a proficiency rate of 56.4% in 2013 and has since
declined in this area. Typically formed as non-profit organizations, charter schools are granted budgetary
autonomy in exchange for consistent high achievement results. Many studies lack information about
charter schools, as “the autonomy they are granted shields their organizational practices from scrutiny
such that the conditions within some of these schools remain a black box” (Berends et al. 304, 305) which
is most likely to affect student learning”. Most District 23 charter schools have fewer students who score
at level 4 in Math or ELA, and most these students do not exceed level 3 so that these charters cannot
claim they are producing proficiency. Curiously, although charter schools enjoy the ability to operate
similarly to private schools, their safety nets in terms of funding are unavailable to traditional public
schools who do not accumulate assets.
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The Success Academy Network

Fig. 2: Map of Success Academy Charter School Network
The Success Academy model for growth has the potential to cause an existential threat to
traditional public schools as it is proliferating at a faster rate than any other New York City charter
network, given its ability to attract students from traditional public schools which lose Title 1 dollars when
students enroll elsewhere. Financial information which has been acquired through the SUNY Charter
Schools Institute is utilized to describe how deregulation has positioned public/private entities to operate
out of a prism of neoliberal ideals. In his article Involvement in Curriculum Planning, author Dick Rich
posited that “citizens desire to be made aware of charter schools finances and curriculum” (Rich 34). This
matters for two reasons as a precedent has been set by the prior work of Education Secretary, Betsy
DeVos, in Michigan, where she “worked to create programs and pass laws that require the use of public
funds to pay for private school tuition in the form of vouchers” (“A Sobering Look at What Betsy DeVos
Did to Education in Michigan — and What She Might Do as Secretary of Education”), which essentially
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diminishes funding for public schools, and because the loss of funds reflects poorly on the quantity and
quality of students in public schools and their educational needs. These concerns matter because should
charter entities dominate the educational landscape, how students are educated could be essentially
effected by policymakers who are non-educators as occurred in NCLB and RTTT so that educators
remain on the margins of creating pedagogical practices that enrich literacy and equity.
This discussion centers around the growth of the Success Academy network, providing a lens for
how proliferation might occur while framing the argument that deregulation and privatization are
detrimental to education in minority communities. A separate geospatial map for Success Academy
illustrates the charter’s growth. Founded in 2006, Success Academy currently has 34 schools in its
network. Twenty-four of these schools are included in this project with locations in the Bronx, Manhattan,
and Brooklyn. These schools report their finances under Success Academy Charter School – NYC which
serves as an umbrella organization. This data was located through their charter authorizer, the SUNY
Charter Schools Institute (“SUNY Charter Schools Institute”). Harlem 1 through Harlem 5, Bronx 3 and
Success Academy Charter School – High School, have reported gains in net assets at year end in the
June 2014 Financial Statements so that together, the Success Academy network enjoyed year-end total
assets in June 2014 of $24,764,028. All other schools in the network reported losses. Net assets at the
flagship schools are listed below (levels of achievement at the various schools are listed at Appendix F):
Opening Year

Net Assets

Grades

Enrollment

Success Academy Harlem 1

2006-2007

$7,557,306

K-12

942 Students

Success Academy Harlem 2

2008-2009

$6,430,413

K-8

744 Students

Success Academy Harlem 3

2008-2009

$4,494,321

K-8

797 Students

Success Academy Harlem 4

2008-2009

$3,015,157

K-8

617 Students

Success Academy Harlem 5

2010-2011

$2,497,311

K-6

523 Students

All other Success Academy schools (besides Bronx 3 with assets of $79,952 and Success Academy
Charter School – High School, with net assets of $280,537) have reported losses likely because they are
in their early years of operation, have lower enrollment numbers and have not exceeded grade 5. To
illustrate the growth within established charter entities, the June 2014 financial report of Success
Academy Charter Schools – NYC states that “Success Academy Charter School – High School, will open
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in August 2015” (Fruchter Rosen & Company, P.C. 11), which means that although the school began the
2014 reporting year with losses of $83,486, the school reported net assets of $280,537 at the end of the
year. The network’s Replication Report states its plans for expansion by “adding one grade each year
until it services kindergarten through the 12th grade” (Fruchter Rosen & Company, P.C. 3, 6, 17, 18), so
that it is reasonable to perceive that the schools within the Success Academy network will experience
growth similar to the flagship schools, contributing to the network’s substantive presence in New York
City.
Success Academy’s plan to open four schools during the 2015-2016 school year and additional
ten schools during the 2016-2017 school year changed when according to educator Geoff Decker, “the
City offered it public space suitable for 10 schools” (Decker 1). Opposition to co-located schools is
occurring more often as the City re-situates schools, often rankling communities. These are not
unfounded concerns as in this instance, Success Academy was granted space in 2015 that impacted preexisting plans at MS 53. Chapter Leader Lucia Moffa “voiced concern that loss of space to co-location of
the school’s alternative learning center, mental health, optical and dental clinics would sabotage efforts to
turn around her struggling school” (Landau). Plans for expansion are based on the notion that choice will
garner better achievement results than can occur at traditional public schools. Appendix F describes math
results at Success Academy Schools 1 – 5 from 2013 through 2016, but I strongly argue against the
charter’s methodologies for educating minority students which as their methodologies do not bring about
literacy or educational equity.
Success Academy utilizes the teaching to the test method where a disproportionate amount of
time is spent guiding students into familiarity with test structure and content. In a letter to noted scholar
Diane Ravitch, a Success Academy teacher wrote anonymously to make Ms. Ravitch aware of the
methodologies and pedagogical practices at Success Academy which confirmed that teaching to the test
methodologies was in place at the school. The letter “described the use of test prep packets that were
based on State guidance, and which were much more aligned to the actual Common Core as they were
closer to the test than other published books, the use of quizzes that took on the formatting of the test,
and the incentivizing of students through bribery” (Ravitch, Mole in Success Academy Speaks | Diane
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Ravitch’s Blog) 4 These actions, together with punitive methodologies affect scoring, attract parents to
choice entities, but fail to educate students despite elevated test scores. This matters because the values
of the DH and ITP posit collaborative learning, inquiry and open access that are important constructs for
the enrichment of education, and their methodologies support pedagogies that utilize blended and project
learning, experimentation, and active making and building exercises so that students are actively
engaged in the production of knowledge, which is unlike the void of experiment that is experienced when
students are subject to curriculum narrowing, tracking, drill and other punitive methodologies.
In its Replication Proposal Transmittal Form relating to the then proposed opening of new schools
in August 2015 and August 2016, Success Academy touted its high achievement rate within the African
American and Hispanic Communities, and posits that “children need to be highly engaged in school to
become great writers, thinkers, and scholars” (Success Academy Response 06-4). The network did not
share what pedagogical practices are used to consistently produce high knowledge outcomes amongst
their students, but in the section titled Sharing Best Practices (Partnerships and Relationships), the
network put forth that it “shares its methodologies with co-located schools who have adopted the
network’s best practices such that one school has modeled parts of its school culture on a Success
Academy school in Harlem, including posting college paraphernalia on classroom doors and hallways”
(Success Academy Response 01-47). Having “examined schools throughout New York City and the
country” Success Academy has asserted that the proposed schools will take part in their concerted efforts
to share its approach to education and best practices with the community” (Success Academy Response
01-47), evidencing its goals to impact communities through partnerships that replicate the charter
network’s methodologies. The danger here is that choice may not deliver qualitative educations that
parents desire for their children.

4

(Ravitch, Mole

in Success Academy Speaks | Diane Ravitch’s Blog)
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“Far apart from inquiry, apart from the praxis, individuals cannot be truly
human. Knowledge emerges only through invention and reinvention, through
the restless, impatient, continuing, hopeful inquiry human beings pursue in
the world, with the world, and with each other".
‒Paulo Freire, Pedagogy of the Oppressed
A Critical Practice
The adaption of constructivist practices and digital tools into K-12 learning is pragmatic because
constructivism can fill voids resulting from an over emphasis on performance and grades over learning.
The ideal that the tenets and methodologies of DH and ITP can enhance K-12 learning stems from their
inclusive and collaborative values that are needed to support students’ ventures into learning coding
languages where technological tools could advance research processes, or through making and building
processes that can provide valuable insights into how things work, which posits a creative ethos to
replace stagnant punitive methodologies in their classrooms. My advocacy for the reframing of K-12
pedagogies stems from concerns that students who have grown detached from learning should have
access to needed resources and mentoring that are essential to invigorating their interests in learning.
For instance, students could become compelled to pursue historical knowledge if they were to experience
living conditions, politics and cultures that are different from their norms as is possible through online
gaming. One such website, Mission US https://ashp.cuny.edu/mission-us “is an adventure-style online
game that provides learning opportunities for standard-aligned social history content that are supported
by classroom activities and primary texts” (Mission US | ASHP/CML). Mission US demonstrates how
game based learning can provide quality learning experiences to students who take on game based
identities so that their learning is contextualized in the social, cultural and political ideologies critical to the
experience, which engenders deeper understanding and knowledge of histories through digital means.
Technologies aid educational experiences because they are fluid throughout systems and societies.
According to Professor Steven E. Jones “technology is not simply a thing that is separate and apart from
human reality, but rather networked data is everywhere” (Steven E. Jones 1). The ideal that networked
data is in and throughout our world assumes its uses for exploration and experimentation by K-12
students in learning, so that technologies, the internet, and digital media have the potential to differentiate
student learning from narrow and punitive methodologies to expansive constructs that support
interdisciplinary learning and experimentation. Reinvigorating K-12 learning with 21st century toolsets
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should require an articulated view of expectations for student learning that could be drawn from the DH
community particularly because K-12 students are currently experiencing methodologies that are closed
and non-public which is opposite the “public pedagogies of DH practices” (Gold 16). Understanding that
students will likely carry forward values experienced in their younger years into their adult worlds is
essential to framing their ongoing educational development. In her writing This is Why We Fight: Defining
the Values of the Digital Humanities, Lisa Spiro, the Executive Director of Digital Scholarship Services at
Rice University’s Fondren Library described the importance of creating core values that are relatable to
the DH community. Even though Spiro formed these values in relation to the under-graduate and
graduate levels, I argue that they are well suited for K-12 learning as “openness and collaboration” (Gold
16) should undergird normal classroom interactions. Creating a framework in which K-12 students could
build social learning skillsets that are inclusive of collaboration into their everyday experiences posits the
importance of their guidance into skillsets that require “critical thinking, inquiry, debate, pluralism, and a
balance of innovation and tradition, and exploration and critique” (Gold 19) which can be developed
through pedagogies that support student to student and student to teacher interactions (Ladson-Billings
318).
It is my view that constructivism can provide many opportunities for students to rediscover how
their curiosity can deepen study based on course curriculum, situated in usages of technologies that can
lead to the development of material works that are manifestations of their thought streams. For instance,
CRP can bring students into rich discussions that become the basis for projects that evince their interests
and understanding, so that this approach to learning has the potential to resonate with students as it
essentially alleviates classroom tensions caused by drilling methodologies, by adding qualitative
constructs through social Socratic learning. DH and ITP are well developed practices that are fully rooted
in pedagogies that can guide K-12 educators out of restrictive practices, and it is for this reason that I
believe they are well situated to train and certify K-12 educators in praxis that can revitalize learning.
Educator Alex Reid observed that digital humanists “are not focused on the impact of technology on the
contemporary human condition as they could be, so that literacy, pedagogy and contemporary media are
being ceded to other non-humanistic or quasi-humanistic fields” (Gold 342), which is concerning as policy
makers at the K-12 level exclude educators in decision making directly effecting qualitative experiences.
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Although there is a tendency for digital humanist to favor “software writing, indexing and data mining”
(Gold 342), they have fostered attention to the needs of undergraduate study in the past through such
initiatives as Writing Across the Curriculum (“WAC”) “which provided remedial instruction in math and
writing during the open admissions initiative” (Gold 393). WAC engendered Blogs@Baruch, “an online
publishing and academic networking platform that utilizes technology through the sharing of student
writing and content” (Gold 394), and the American Social History Project, (“ASHP”) which was founded by
Stephen Brier and Herbert Gutman, constructed the digitization of histories “to improve teaching through
the use of primary source documents and visual materials” (Gold 394), so that its fostering of the Who
Built America (“WBA”) initiative also offers historical renderings in the form of digitized cd-roms (Mission
US is a component of the WBA series). These technologies based initiatives serve as examples of how
digital humanist can contribute to deepening students’ interests through the sharing of content, that can
help students discover, develop and demonstrate their social and cultural interests.
DH and ITP have evinced how “technology can open new possibilities and contexts for teaching
and learning” (Gold 340), so that K-12 students are utilizing digital technologies to describe their concerns
and interests, demonstrating an adeptness in applications and multimedia. Given advances in
technologies and languages, the possibility that students’ digital skillsets could be developed to include
research utilizing digitized corpuses, posit opportunities to broaden and enhance their understanding of
cultural and social issues, particularly when new learning is contextualized to prior knowledge. According
to educator Carol Lee, “computer and non-computer based learning technologies must be contextualized
through students’ cultural models and prior knowledge” (Lee 46) if they are to invoke new learning when
needed. Lee argues against a “default hypothesis that underachieving black and brown students and
those who are impoverished are not adequately resourced for learning disciplinary knowledge” (Lee 46).
These uses of varying technologies can detangle the effects of poverty, under-resourced and segregated
schools, and restrictive methodologies that must be undertaken if lower socioeconomic and minority
students are to gain critical skillsets needed to be viable. In this regard, pedagogies that are enriched by
DH and ITP practices can reframe how K-12 students’ educations are developed, particularly when they
are constructed to affirm the right to literacy and educational equity.
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According to Tom Liam, Column Editor for the National Council of Teachers of English, under
CCSS reading has morphed into an “reading for informational text” (Lynch 111), exercise that has a
profound effect on how texts are experienced because when students are not reading for content, they
are not connecting with text in ways that lead to reflection, or as Rosenblatt described, are missing those
rich moments when “meaning happens during the interplay between text and a reader” (Rosenblatt x).
This issue has become very concerning to individuals who advocate for the skill of reading for enrichment
as essayist, novelist and editor Alberto Manguel, posit that “knowledge lies not in the accumulation of
texts or information, nor in the object of the book itself, but in the experience rescued from the page and
transformed again into experience, in the words reflected both in the outside world and in the reader’s
own being” (Lynch 111), so that encouraging and guiding students to be more fully engaged with content,
is a crucial aspect of their development. The importance of students’ ability to connect with texts, cannot
be overstated because it is within the realm of content that curiosity, inspiration, and reflection are borne
and satisfied. The argument for supporting critical thinking as a flexible and unrestricted activity must be
accompanied with readily available access to content, essentially through digital means. Liam advances
an argument “that technology as software is relevant for students’ work, as it is pronounced through and
within our world so that the notion that software should support students as readers” (Lynch 112) takes on
salience when we consider the need for improved reading and writing skills that should be borne and
developed during the K-12 experience. Liam provides the following arguments as a basis for advocacy of
DH in K-12 classrooms:
“Critical awareness and use of software that is powered by language is
paramount if students are to masters its usages for creative and
productive ends;
K-12 DH can reestablish the teaching of English as the dominant
qualitative course of study over STEM, reasserting its prominence as an
indispensable content area;
Introducing DH in K-12 classrooms prepares students for future study
using technology and digital tools; and
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Teaching programming languages alongside human languages allows
students to engage rigorously and comparatively with notions of syntax,
grammar structure, and even audience or authorial effect” (Lynch 112).
The undertaking of DH project oriented work can become topically oriented amongst varying
humanistic fields. Mark Sample, Associate Professor of Digital Studies at Davidson College offers insight
on the work of a digital humanities center which he posits “may have its focus on pedagogy, building
things, research, coding or media studies, describing the potential for disciplines to converge with the
digital humanities” (Gold 282–283). DH and ITP have the potential to cause an upswing in the ethos of K12 classrooms as students’ educational experiences are reified through creative experimentation that
reflects an understanding of interdisciplinary topics that have to bear on their social and cultural interests.
This matters as the affordances to K-12 students of digital technologies and tool can situate their
continued growth of knowledge by undertaking increasingly more involved and challenging explorative
projects, through their development as readers, writers, and experimentalists.
The use of digital tools and technologies can assist students in developing writing skills that are
needed to advance their studies, such that students’ essentially benefit from access to various digital
tools, to improve their writing skills. Writing Buddy (“WB”) is one such digital gaming tool that is currently
being developed to provide a “digital writing partner through game play in a challenging puzzle based
writing environment” (Samuel et al. 1). Through WB students can construct characters and move game
specific narratives forward through solving puzzles through player created stories” (Samuel et al. 389), as
they envision what act a character might take, or how a narrative might evolve based on some past
action. If students decide to change the direction of the game, then WB may force students to revise past
actions. In this way, WB situates student writing as a crucial aspect of gameplay which must be
developed if they are to take on new challenges. When WB is fully developed, this tool has the potential
to help students develop their writing skills and can help students cultivate continued interests in writing.
There are many ways that technologies can help develop students’ educational experiences that are
essential for achievement and continued academic growth, which could posit dramatic changes in student
learning.
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PS 188 The Island School in Manhattan’s
District 1 has introduced constructivist
pedagogical practices into their classrooms via
the use of multimodal digital tools, including for
the creation of a 911 memorial, Remembering
and Rebuilding

Fig. 3: Remembering and Rebuilding
http://schools.nyc.gov/NR/rdonlyres/BC5536BF-683A-4F64-8D9D-A957BED20967/0/01M188HO.pdf.
This making and building project not only engaged students’ interest in discovering “what architecture is”
(PS 188 The Island School 7) by assisting the transformation of their ideas into virtual and physical works
but also created opportunities for students to explore digital environments and virtual modeling in the third
dimension. The processes of working through digital mediums to construct the memorial exemplifly the
potential for project oriented study to empower and aid students while solidifying their understanding of
the event. In this instance, students’ exploration of digital processes was aided through their application of
blogging, use of the 3d modeling software program SketchUp, and a 3D printer MakerBot that is
supported through an open-source 3D printing program Replicator G. The construction of the virtual
memorial required students to work within interdisciplinary subjects inclusive of “technology, geometry,
architecture and social studies” (PS 188 The Island School), so that their work was situated out of
collaborative and cooperative reliance of shared knowledge. The pedagogical approach to this study
required specific lines of inquiry, including knowledge of the facts, surrounding the events of 9/11 and its
impact on survivors and loved ones, so that students gained a broader understanding of why the event
took place, and through their modeling activities, an understanding of the detriment of terrorist activities
on lives and properties. Remembering and Rebuilding is an example of how divides in education caused
by poverty can be neutralized so that the benefits of working through digital mediums cross
socioeconomic barriers to learning by creating value streams which focused on writing skills as students
used blogging as a platform to describe the events of 911. Louis Lahana, the “Techbarian” at PS 188 (PS
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188 The Island School 1), extends students’ use of multimedia in their project based work to creatively
form and express the cultural and social concerns of K-12 students. Although this paper does not
presume to know the exact pedagogy that is utilized at P.S. 188, Lahana’s digital compilation of topics
presents students with a wide range of choice subjects they could use to inform their study in pointing to
the exercise of CRP. Lahana’s webpage (http://www.techbrarian.com/) invites students to take on
challenges of humanistic relevance using semiotic materials to produce project based work so that as
projects are formed, students are consistently engaged in writing exercises in preparation of blog posts,
and video scripts. Similarly, in his work Multimedia as Composition Research, Writing and Creativity, Viet
Thanh Nguyen, an Aerol Arnold Chair of English and American Studies, and Ethnicity at the University of
Southern California, describes his pedagogical constructs of multimedia to conceptualize students’
storytelling about the Nation through the understanding of how multimedia could assist their creativity in
relation to social and cultural issues. (Neuyen 4). Although his coursework was geared toward upper level
study in academia, Nguyen refers to the use of multimedia as “a pedagogical strategy for both teachers
and students that are tactics in the service of strategy” (Neuyen 4). Nguyen assessed current
methodologies that form student learning to mirror that of their teachers as “utilitarian and rigid” in their
processes, and argues that the use of multimedia supports student expression, especially for students
who “think visually and audibly”. Lahana’s ongoing support of students’ project based work mirrors
Nguyen’s belief that “shared learning occurs between teachers and students, as he posits that he learns
from his students through his willingness to take risk related to working with new digital tools and in
exploring social issues in which to produce project oriented work
“https://vimeo.com/channels/socialaction/61523863.“
Lahana’s use of tech tools to facilitate students’ storytelling digitally, can also be applied to other
forms of building and making projects that engage student learning in the context of culturally sustaining
pedagogies. In Be Beautiful, Inside and Out https://vimeo.com/channels/socialaction/125414465, the
effects of highly charged racial stigmas illustrate the personal effect of bias, demonstrating the result of
stigmatization using video and semiotic materials. Students’ use of digital tools evinces the emotional
impact of bullying that causes depression and anxiety and brings across how such stigmas can situate
students as the outside other. Be Beautiful, Inside and Out also increases awareness of youth suicide so
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that this multimodal informational video frames a call to action and provides access to the NYC Youthline.
Project oriented multimodal learning posits a shift from traditional print materials has the potential to
become normative in K-12 classrooms as building and making are adopted into coursework. In another
example of constructive learning, one student created a “Cigarette Smoke Detecting Shirt” that utilized a
Lilypad5 and smoke sensor device https://vimeo.com/channels/socialaction/176333648 where its
functionality relies on code. Noted DH Humanist, Stephen Ramsay argued that “DH consists of building
and making as much as it does coding” (Gold X), which matters as K-12 students may become future
digital humanists with interests in computational study, as well as for their future careers and crafts that
utilize many different digital tools and geospatial mapping technologies.
A precedent has been made for the use of
geospatial tools within K-12 classrooms as
students in grades 2 through 5 at Walnut
Elementary School in Baldwin Park, CA
learn how to think spatially, through the
study of “land use, transportation, building
footprints and aerial data and configure how
to travel to the school or to the library,”
using familiar landmarks to illustrate their
Fig. 4: Walnut Elementary School Student Drawing

maps and “calculate time travelled via
walking or biking between points”

(GISCorps - K-12 Project in California). These hand drawn maps illustrate how young students perceive
distance as they recall familiar objects in relation to each other so that in addition to perceiving time,
space, and distance, their interests in working with maps can be developed using digital tools.

5

Lilypad is an Arduino main board product that is programmed using Arduino software.
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Another instance of student learning via geospatial mapping occurred at Lincoln High School
where students worked with Portland State University to “find trends in data concerning the Old Town
History Project, combining multiple maps to
illustrate illegal activities utilizing original arrest
records, census data and city reverse directories”
(Lincoln High Project) to construct the mapping
project. The plurality of working with various
information informs students’ interest across
subjects as described by these maps. If these
maps were being developed to establish

Fig. 5 Map of Lincoln High Project

causality or to define locations of continued
illegal practice, their benefit to the user could visually describe why offenses occur especially when
viewed through the lens of background information, including an awareness of how inappropriate
behaviors could result out of impoverished, and segregated communities and a lack of centers of
education that provide synergy in ethos that inspire student participation in learning.
There are many affordances that could be borne out of usages of technology in classrooms that
extend beyond the multimodal or geospatial areas of digital toolsets. Yet, crucial to delivering these
capabilities into classrooms necessitates that educators “develop their pedagogical content knowledge”
(Van Driel and Berry 26) (PCK) if they are to “adapt their pedagogies into a flexible understanding to the
benefit and enhancement of student learning in a variety of ways” (Van Driel and Berry 27). One critical
issue that educators must be able to bridge in experimentation is that of failure, which DH values as a
“useful result” (Gold 29) because through reflection failure provides a means for the continued
construction of knowledge. Building collaborative ethos’ of deep learning in schools who have previously
experienced narrowed curriculum instruction, is necessary so that students see their schools as trust
oriented centers that support their interests, guided by educators who construct new learning under the
direction of DH and ITP.
Without new approaches to learning that utilize multimodal digital toolsets and technologies that
are embedded in and throughout societies, whole communities will be relegated as unprepared to thrive,
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where new technological constructs demand literate practices. Therefore, it is “critical to understand the
uses of software and its languages to be viably connected to technologies creative and productive ends”
(Lynch 112). I advocate for the study of multimodal digital and computational tools throughout the K-12
school experience for several reasons, namely because these toolsets together with constructivist
pedagogies can help students express their social and cultural interests, and because they are the means
in which punitive methodologies can be replaced with pedagogies that afford continued learning and
growth that will ensure literacy and educational equity.
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Graduate Study
My desire to pursue this study stems from a long-standing interest in wanting to make a
difference, particularly concerning children. The insights I have gained along the way regarding uses of
technology in learning, and policies in education, strengthened my resolve to help students bridge
learning gaps and develop real interests in learning. My coursework in the Digital Humanities track which
was led by Matt Gold and Stephen Brier centered discussions in relation to defining what DH is and what
digital humanists do and delved into the ways that the field might be applied to our interests. The uses of
big data to create data visualizations held my interests as I considered how these technologies could be
used to inform so that the idea of using massive amounts of data in topic and computational modeling
intrigued me. The ideal of situating projects through making and building was another core concept that
was discussed during the semester, through the lens of student experimental learning. I collaborated with
a team of four individuals during the second semester of DH to develop Beyond Citation, an online
academic database, taking on the responsibility of creating the website’s overall design and logo, which
familiarized me with the idea of using wireframes for web design and layout. After that responsibility was
completed, the entire team assisted in accessing online academic libraries to gather and arrange data.
Coursework in International Migration took up discussions of assimilation, ethnic identity and
group borders, the labor market, undocumented migration and the Country’s immigration policy. Topics
relating to gender and family, transnationalism and documented and undocumented citizenship were all
compelling to me as they describe hardships that can be experienced by migrants particularly regarding
acculturation processes of children and how they come to understand American society.
The three semester Interactive Technology and Pedagogy certificate program was a natural
follow-up to DH coursework. Steve Brier, Luke Waltzer, Michael Mandiberg and Lisa Brundage lent their
considerable knowledge to topics of pedagogy and technologies, and I became curious about creating
visualizations that reflect K-12 learning so that the topic of under-resourcing in education began to
crystalize as an idea that could be explored. I reasoned that given the multitude of digital tools that are
currently available for use in education and the fact that eversion of technology had occurred, a reframing
of education in minority communities could situate constructivist pedagogical practices to benefit students
in lower socio-economic communities. Our class discussions reviewed the ways technology could affect
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academia. For instance, its uses in peer review processes described a potential for commenting in online
book production, and what that could mean to academic publishing. The idea that technologies could
affect scholarship held a special meaning to me as my thoughts were always centered around children,
and I became fascinated with the idea of game play and other cultural frameworks as pragmatic ways to
interests K-12 students who had lost their drive for learning. I believed that understanding differences in
education especially when they are situated out of racial constructs, was an excellent starting point in
which to construct a visualization that could contribute to ongoing dialog, and chose to situate my ITP
minimally viable project within District 2 and District 23 as areas of interest to describe the roles of poverty
and affluence as they exist in these communities. Michael and Lisa supported this idea and helped me
drilled down my project to focus on PTA fundraising. Now that I had a project I could be passionate about,
I needed to define which tool could be used to best describe this dichotomy visually. I believed the use of
a collapsible tree using a D3 tool could show this data in a way that would be visually engaging for the
user, but through the feedback of my classmates, decided on the use of a geospatial map was a more
precise choice because the data would be situated spatially. Michael and Lisa introduced the idea of
managing projects through Gnatt charts as this tool could be used to track responsibilities for project
activities and the stages of advancement.
As I began my research for the geospatial map I realized that the issues surrounding K-12
education were politically entrenched, and far beyond my understanding at that point. As I became
familiar with research materials, my desire to understand these issues heightened. This led to my study
with Ira Shor where policies in urban education such as privatization, deregulation, and neoliberalism
framed a deeper understanding of how student learning in minority communities has been effected. My
subsequent classwork under Terrie Epstein introduced the topic of learning through cultural frameworks,
so that I was delighted to discover that researchers and educators were arguing against the notion of
deficit cultural models, and had constructed concepts of culturally relevant pedagogies into class learning
as a way to situate learning through students’ cultural heritages, and through culturally sustaining
pedagogies that give students the means to produce knowledge through youth culture practices.
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Mapping
K-12 Education, Pedagogy and Student Achievement
URL: https://navyblue.carto.com/viz/8d91dd0a-2441-11e7-80ad-0ee66e2c9693/public_map
Success Academy, A Visual Proliferation:
URL: https://navyblue.carto.com/viz/769b1c32-7f2a-11e5-bc50-0e3a376473ab/public_map
Data
All data attributable to public schools (except for PTA fundraising) was obtained through the
Department of Education’s online files that are available to the public. Locating the data was at times
frustrating because when I initially found the DOE’s website to be so densely packed with information that
the search for data felt daunting. I constructed the minimally viable projects from Progress Reports not
only because they were readily available, but also because the information they provided seemed to be
on target with the information I wished to express. I realized when I revisited the data to construct the
actual capstone project that the DOE makes data available regarding ELA and Math student achievement
scores for all grades, and for all years so that these reports more adequately provided the information I
wanted to convey. I culled information regarding ethnicity, enrollment and school location from the 20151016 EMS SQR, and the 2013-2014 EMS SQR reports (Grades 3 – 8 New York City Results - Test
Results - New York City Department of Education). The Fair Student Funding Report is a compilation of
school funding for all NYC schools, that provided the information related to Title 1 fundraising (Detailed
Reports - Fair Student Funding Detail - New York City Department of Education). Title 1 information for
charter schools was located through the New York State Education Department (2016-17 Allocations for
Title I Parts A and D:Consolidated Application Update: Accountability : P-12 : NYSED), and PTA
Fundraising data was located through a Columbia Journalism School, data driven website, The New York
World6 which created a data rich interactive on PTA Fundraising of schools throughout New York City
during the 2013 school year (The New York World). This interactive allows viewers to compare how
resources are maintained between schools.

6

The New York World is published by Columbia Journalism School and named for school founder Joseph
Pulitzer’s groundbreaking newspaper of the same name. Reporters are graduates of the Journalism
School, and are on year-long post-graduate appointments. The New York World was inspired in part by
News 21, a nationwide effort to teach, challenge, and prepare the next generation of news industry
leaders, http://www.thenewyorkworld.com/about/.
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Methods
Working with the data for student achievement and Title 1 funding became an iterative process
because the City assigns a DBN number to every school which proved very helpful as I used Excel’s
VLOOKUP function to match the ELA and Math data to the Title 1 Fair Student Funding file which had to
be transposed as the data was situated horizontally by row, and the file I had created situated the data
vertically by column.
Title 1 funding for charter schools proved to be a challenge as they are not situated by DBN
codes but by BEDS codes. Data from The New York World was similarly problematic because DBN
codes were not assigned to this online interactive visualization. A google search provided a description of
the functions SUM and LENS, that when used with the VLOOKUP function, matches and combines
neighboring cells. The process was automated in this way so that data that was referenced by BEDS
codes was matched to their DBN counterpart. I decided that using all available data to describe trends in
ELA and MATH student achievement would best describe student achievement overtime, rather than
focusing on specific grade levels. This posed a problem because the DOE’s reports listed the school
names and years by column, and the results by row. I resituated the data by placing the year in a column
heading next to other defining labels such as “Level of Student Achievement” and then applied Excel’s
ISBLANK formula to automate the restructuring of the table.
Constructing the data in Carto was straight forward. I was concerned
that the design of the minimally viable example that used the bubble
style did not convey the information clearly, and changed the map to
the category style, adding a description of the data that would serve
this purpose better. Carto allows users of the free version four layers
in which to situate their data.
The ability to differentiate the traditional and charter schools,
as well as District 2 and District 23, was key to describing difference
in terms of school type was essential. I used Adobe’s Color CC, a
color picker tool, to define the exact color scheme to define
Fig. 6 Example of Bubble Map

categories that would be represented in the Carto legend. Carto is an
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open source mapping program that would have allowed greater control if I had the skillset to write code to
format and define behaviors of the info-window. For instance, clicking on one location brings up a static
info-window, while hovering over another location brings up an additional info-window that is available
only if the user is hovering over that target. It would be advantageous if viewers were able to open as
many as four or five info-windows at the same time to make comparisons simultaneously so that
controlling these behaviors would be an important use of coding skills.
Future Iterations
My next steps include advocacy for K-12 learning through constructivist practices. I am hopeful
that administrators and educators will welcome the use of digital tools and gaming in their classrooms and
I am curious to know how these tools will be implemented without the assistance of continued teacher
training which is critical to students’ development. I believe teacher certification in the methodologies of
DH and ITP is a crucial and essential next step in developing K-12 pedagogy. Luke Waltzer opined that
“too few digital humanities projects take the extra steps to argue for their generalizable value or even to
create the conditions for broad adoption” (Gold 342). Although Waltzer was discussing the necessity to
follow-up on innovative digital tools, I believe education is at the juncture where advocacy must occur,
which necessitate these thought streams.
The next iteration of this project could be constructed using 3D interactivity which is available via
Mapbox which boast a high response rate and the ability to extrude views which when used with street
views could change the user experience significantly as it would give viewers the ability to see the
physicality of locations. This tool, together with Leaflet allows the use of tiled vector maps that will scale
in size seamlessly so that viewers will have the ability to zoom into the view. The website that will host
this capstone is being constructed through the GC Commons using WordPress.
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APPENDIX A
District 2 Title 1 Funding, PTA Fundraising and Student Achievement

District 2

Title I
Funding

PTA
Fundraising

% Overall
Achievement

% at Level
3 or 4 ELA

% at Level
3 or 4 Math

Black/Hispanic
Students

PS 130 Hernando De Soto

$504,031

$143,992

89.5

58.6

79.1

6.0

PS 124 Yung Wing

$399,585

$225,052

95.9

61.0

70.0

4.6

$22,946

$136,324

49.6

42.5

53.9

38.8

PS 158 Bayard Taylor

$6,331

$582,970

87.8

72.5

81.9

15.6

PS 11 William T. Harris

$5,539

$263,481

58.0

59.4

65.2

38.2

Battery Park City

$5,539

$150,224

67.5

57.2

71.0

19.3

PS 183 Robert Stevenson

$4,748

$257,300

71.7

68.2

68.2

14.0

The Ella Baker School

$3,957

$0

52.0

40.2

40.2

77.8

PS 198 Isador E. Strauss

$2,344

$130,500

36.4

27.8

39.0

53.7

$791

$176,698

69.7

59.2

70.7

21.8

PS 6 Lillie D. Blake

$0

$525,138

78.4

70.9

81.2

11.3

PS 77 Lower Lab

$0

$205,731

98.6

90.4

92.1

8.9

Yorkville Community School

45
PS 3 Charrette

APPENDIX B
District 23 Title 1 Funding, PTA Fundraising and Student Achievement

District 23

Title I
Funding

PTA
Fundraising

% Overall
Achievement

% at Level
3 or 4 ELA

% at Level
3 or 4 Math

Black/Hispanic
Students

12.9

96.7

PS 41 Francis White

$566,605

$4,454

37.4

7.9

PS 284 Lew Wallace

582,611

$1,345

35.5

8

9.8

98.6

PS 137 Rachel Jean Mitchell

253,958

$0

61.9

15.3

17.6

90.6

46

APPENDIX C
Institute for Children, Poverty, and Homelessness, Homeless Students by School District

47

APPENDIX D7
ELA Results in New York City Charter Schools
Level 1
School Name
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School

48

Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School

7

Level 2

Level 3

Level 4

Year

Number
Tested

2013

97

24

24.7

45

46.4

28

28.9

0

0.0

2014

217

51

23.5

104

47.9

51

23.5

11

5.1

2015

299

81

27.1

123

41.1

76

25.4

19

6.4

2016

391

70

17.9

132

33.8

142

36.3

47

12.0

2013

183

46

25.1

92

50.3

42

23.0

3

1.6

2014

297

81

27.3

150

50.5

58

19.5

8

2.7

2015

437

129

29.5

206

47.1

91

20.8

11

2.5

2016

555

116

20.9

220

39.6

185

33.3

34

6.1

2013

55

1

1.8

20

36.4

31

56.4

3

5.5

2014

214

35

16.4

61

28.5

80

37.4

38

17.8

2015

327

49

15.0

120

36.7

122

37.3

36

11.0

2016

420

33

7.9

115

27.4

175

41.7

97

23.1

Results reflect scores for all grades and all students

#

%

#

%

#

%

#

%

APPENDIX D CONTINUED
ELA RESULTS
Level 1
School Name
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School

49

Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School

Level 2

Level 3

Level 4

Year

Number
Tested

2013

240

37

15.4

114

47.5

78

32.5

11

4.6

2014

325

59

18.2

151

46.5

93

28.6

22

6.8

2015

430

103

24.0

200

46.5

106

24.7

21

4.9

2016

523

63

12.0

219

41.9

172

32.9

69

13.2

2013

277

71

25.6

155

56.0

42

15.2

9

3.2

2014

286

83

29.0

132

46.2

58

20.3

13

4.5

2015

304

96

31.6

142

46.7

53

17.4

13

4.3

2016

313

102

32.6

136

43.5

55

17.6

20

6.4

2013

200

45

22.5

107

53.5

41

20.5

7

3.5

2014

258

53

20.5

129

50.0

60

23.3

16

6.2

2015

279

65

23.3

140

50.2

55

19.7

19

6.8

2016

313

70

22.4

123

39.3

88

28.1

32

10.2

#

%

#

%

#

%

#

%

APPENDIX E8
Math Results in New York City Charter Schools
Level 1
School Name
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School
Leadership Preparatory
Brownsville Charter School

50

Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Brownsville Ascend Charter
School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School
Leadership Preparatory Ocean
Hill Charter School

8

Year

Number
Tested

#

Level 2
%

#

Level 3
%

#

Level 4
%

#

%

2013

97

27

27.8

44

45.4

19

19.6

7

7.2

2014

218

34

15.6

61

28.0

66

30.3

57

26.1

2015

299

39

13.0

67

22.4

91

30.4

102

34.1

2016

391

48

12.3

114

29.2

116

29.7

113

28.9

2013

183

26

14.2

85

46.4

49

26.8

23

12.6

2014

298

74

24.8

139

46.6

66

22.1

19

6.4

2015

438

118

26.9

173

39.5

110

25.1

37

8.4

2016

550

145

26.4

199

36.2

139

25.3

67

12.2

2013

55

0

0.0

11

20.0

17

30.9

27

49.1

2014

213

21

9.9

28

13.1

38

17.8

126

59.2

2015

327

23

7.0

50

15.3

83

25.4

171

52.3

2016

421

25

5.9

69

16.4

126

29.9

201

47.7

Results reflect scores for all grades and all students

APPENDIX E CONTINUED
MATH RESULTS
Level 1
School Name
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School
Achievement First Brownsville
Charter School

51

Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Brownsville Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School
Ocean Hill Collegiate Charter
School

Level 2

Level 3

Level 4

Year

Number
Tested

2013

240

46

19.2

105

43.8

73

30.4

16

6.7

2014

326

42

12.9

112

34.4

123

37.7

49

15.0

2015

429

93

21.7

162

37.8

128

29.8

46

10.7

2016

526

76

14.4

158

30.0

161

30.6

131

24.9

2013

277

39

14.1

128

46.2

82

29.6

28

10.1

2014

286

43

15.0

118

41.3

94

32.9

31

10.8

2015

238

58

24.4

90

37.8

65

27.3

25

10.5

2016

239

76

31.8

103

43.1

46

19.2

14

5.9

2013

200

30

15.0

88

44.0

59

29.5

23

11.5

2014

256

31

12.1

88

34.4

89

34.8

48

18.8

2015

231

36

15.6

89

38.5

68

29.4

38

16.5

2016

241

44

18.3

76

31.5

74

30.7

47

19.5

#

%

#

%

#

%

#

%

APPENDIX F
Success Academy Math Results

Level 1
School Name
SUCCESS ACADEMY CHARTER
SCHOOL - BED-STUY 2
SUCCESS ACADEMY CHARTER
SCHOOL - BED-STUY 2
SUCCESS ACADEMY CHARTER
SCHOOL - COBBLE HILL
SUCCESS ACADEMY CHARTER
SCHOOL - COBBLE HILL

52

SUCCESS ACADEMY CHARTER
SCHOOL - WILLIAMSBURG
SUCCESS ACADEMY CHARTER
SCHOOL - WILLIAMSBURG
SUCCESS ACADEMY CHARTER
SCHOOL - BED-STUY 1
SUCCESS ACADEMY CHARTER
SCHOOL - BED-STUY 1
SUCCESS ACADEMY CHARTER
SCHOOL - BED-STUY 1
SUCCESS ACADEMY HELL'S
KITCHEN (MANHATTAN 2)

Level 2

Level 3

Level 4

Year

Number
Tested

2015

56

1

1.8

5

8.9

14

25.0

36

64.3

2016

125

1

0.8

3

2.4

19

15.2

102

81.6

2015

73

1

1.4

5

6.8

9

12.3

58

79.5

2016

156

0

0.0

9

5.8

19

12.2

128

82.1

2015

76

0

0.0

1

1.3

16

21.1

59

77.6

2016

168

2

1.2

7

4.2

42

25.0

117

69.6

2014

85

0

0.0

2

2.4

15

17.6

68

80.0

2015

149

0

0.0

1

0.7

4

2.7

144

96.6

2016

203

0

0.0

1

0.5

11

5.4

191

94.1

2016

55

0

0.0

0

0.0

8

14.5

47

85.5

#

%

#

%

#

%

#

%

APPENDIX F CONTINUED
MATH RESULTS
Level 1
School Name
SUCCESS ACADEMY UNION
SQUARE (MANHATTAN 1)
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 1
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 1
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 1
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 1
53

SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 2
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 2
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 2
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 2
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 3
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 3
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 3
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 3

Level 2

Level 3

Level 4

Year

Number
Tested

2016

83

0

0.0

1

1.2

13

15.7

69

83.1

2013

444

11

2.5

81

18.2

198

44.6

154

34.7

2014

526

2

0.4

35

6.7

152

28.9

337

64.1

2015

563

12

2.1

51

9.1

145

25.8

355

63.1

2016

755

6

0.8

62

8.2

192

25.4

495

65.6

2013

311

8

2.6

66

21.2

123

39.5

114

36.7

2014

400

3

0.8

34

8.5

108

27.0

255

63.8

2015

393

5

1.3

53

13.5

140

35.6

195

49.6

2016

429

2

0.5

41

9.6

125

29.1

261

60.8

2013

312

8

2.6

47

15.1

129

41.3

128

41.0

2014

394

1

0.3

21

5.3

95

24.1

277

70.3

2015

538

4

0.7

36

6.7

144

26.8

354

65.8

2016

493

2

0.4

30

6.1

114

23.1

347

70.4

#

%

#

%

#

%

#

%

APPENDIX F CONTINUED
MATH RESULTS
Level 1
School Name
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 4
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 4
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 4
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 4

54

SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 5
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 5
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 5
SUCCESS ACADEMY CHARTER
SCHOOL - HARLEM 5

SUCCESS ACADEMY CHARTER
SCHOOL - UPPER WEST
SUCCESS ACADEMY CHARTER
SCHOOL - UPPER WEST
SUCCESS ACADEMY CHARTER
SCHOOL - UPPER WEST

Level 2

Level 3

Level 4

Year

Number
Tested

2013

208

3

1.4

32

15.4

95

45.7

78

37.5

2014

276

1

0.4

16

5.8

69

25.0

190

68.8

2015

337

1

0.3

11

3.3

82

24.3

243

72.1

2016

352

3

0.9

18

5.1

83

23.6

248

70.5

2013

80

1

1.3

9

11.3

34

42.5

36

45.0

2014

165

0

0.0

7

4.2

43

26.1

115

69.7

2015

240

0

0.0

16

6.7

58

24.2

166

69.2

2016

318

3

0.9

25

7.9

81

25.5

209

65.7

2014

75

0

0.0

0

0.0

9

12.0

66

88.0

2015

170

0

0.0

3

1.8

12

7.1

155

91.2

2016

244

1

0.4

4

1.6

22

9.0

217

88.9

#

%

#

%

#

%

#

%

APPENDIX F CONTINUED
MATH RESULTS
Level 1
School Name
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 3
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 1
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 1
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 1
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 1
55

SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 2
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 2
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 2
SUCCESS ACADEMY CHARTER
SCHOOL - BRONX 2

Level 2

Level 3

Level 4

Year

Number
Tested

2016

87

0

0.0

3

3.4

15

17.2

69

79.3

2013

89

0

0.0

9

10.1

35

39.3

45

50.6

2014

161

0

0.0

12

7.5

45

28.0

104

64.6

2015

230

0

0.0

9

3.9

53

23.0

168

73.0

2016

295

0

0.0

2

0.7

49

16.6

244

82.7

2013

97

1

1.0

2

2.1

33

34.0

61

62.9

2014

171

1

0.6

2

1.2

28

16.4

140

81.9

2015

240

0

0.0

9

3.8

68

28.3

163

67.9

2016

311

2

0.6

21

6.8

80

25.7

208

66.9

#

%

#

%

#

%

#

%
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